Education is a complex social practice. In the UK context, schooling is further nested within the complex social practices of community governance, quasi-market public choice, and religion. This essay explores the shifting definitions of community and education in the context of the Counter Terrorism and Security Act 2015 which places a duty on all public bodies, including schools, to prevent violent extremism. Drawing on analyses of the 'Trojan Horse' moral panic in Birmingham schools in 2014 and guidance documents operationalizing the educational policy changes which followed, two distinct discourses can be observed, derived from different policy directions. The social, concerned with integration and at times assimilation toward national norms, and the communal, concerned with internal cohesion and development within the Muslim community. These can be characterised as societal 'we identities' in vertical tension (Buzan 1993 ).
Community and Society: From Cantle to Casey
It would be helpful for you to use either the lead essay or series introduction as a point of departure or framing for your essay.
Arshad-Ayaz and Naseem (2017) contend that a neo-orientalism frames Muslims as 'problem subject' (7) in the national security state. In the case of the UK, this is most evident in a series of policy reports which followed the race riots in Oldham and Bradford in the summer of and the subsequent framing of the 'War on Terror'. While elements of the community cohesion agenda continued to focus on far right radicalization, the discourse largely shifted from a racial to a religious enframing. As I have argued elsewhere (Lundie 2014) , the conflation of race and religion and the identification of Religious Studies within schools as the primary vehicle for community cohesion education have led to a significant misunderstanding of core problems in community relations, and a hardening securitization of education has been one of the consequences.
The advent of a Conservative-led coalition government in 2010 is often taken to mark the end of an official doctrine of state multiculturalism (Cameron 2011 (Clarke & Woodhead 2015) . In addition to Local Authorities, however, each school also retained its own Board of Governors, drawn from the local community. Changes to this arrangement began under the Labour government but accelerated in 2010, with schools strongly encouraged to become self-governing Academies funded directly by national government, or to join successful chains of Multi-Academy
Trusts.
Another idiosyncrasy of the English education system is the provision of Religious Studies as a statutory subject in all publicly funded schools. As early as 1870, a clause provided for compulsory 'religious instruction', though from its inception, this was to be nondenominational, not following the catechism or formulary of any one church (Lundie 2012 ).
The unique character of English RS as a subject which is seen as appropriate and essential to public education, but which is required to 'take account of the teaching and practices of the other principal religions represented in Great Britain' (Education (Reform) Act 1988) has lent itself to being the primary vehicle for much community cohesion work in UK schools.
Uniquely, the curriculum for RS is also determined locally by Local Authorities, not by the National Curriculum, a point which was largely overlooked in the transition to Academies. To deconstruct this contested plurality of overlapping and recursive social practices, Buzan's securitization theory provides a framework for analysis. Buzan takes the step of separating the political from the societal for the purpose of analysis, even in cases, such as the UK, where the polity and society are largely coterminous. The political sector has its own logic, relating to the organizational security of the state, the system of government and ideological legitimacy (Buzan et al. 1998) . The societal sector, in contrast, is defined in terms of 'we identities': ideas and practices identifying the individual as member of a societal group.
These groups can include both race and religion (Buzan et al. 1998) . Societal groups may be subject to 'horizontal' competition, factors such as changes in cultural and linguistic influence from neighbouring societies and/or migration, as well as 'vertical' competition from either integration into a larger whole or fragmentation, precisely the factor identified by the Cantle report at the outset of this paper. Further, Buzan (2009) articulates four threats which the political sector maypose to the societal: the passing of laws, conduct of political action, struggle for control of the political state or conduct of foreign policy action detrimental to the societal group. These threats may be placed on a spectrum from unintended and structural through to programmatic and deliberate. In the brief analysis of the Trojan Horse affair which follows, numerous societal and political actors hold competing working definitions of community education, and gaps in understanding at the societal level are reinterpreted as security gaps at the political level. found that the examination syllabus tended to dominate RS in upper years, with syllabi often limited to the study of one religion (Conroy et al. 2013) and that confusion as to the purpose of RS is often masked and elided by agreement over effective pedagogies (Baumfield et al. 2012) , with effectiveness frequently defined in terms of examination success. Indeed, in some examples from this research, students felt complicit in daily microinvalidations (Smith 2013) of their cultural perspective in order to meet the demands of an examination syllabus defined without reference to their lived practice of religion.
The overall picture which emerges of the inspection, not only of RS, but of the wider ethos and culture of the schools, I would argue, is one of former neglect by the inspectorate, 'Citizenship helps to provide pupils with the knowledge, skills and understanding to prepare them to play a full and active part in society. It should equip pupils to explore political and social issues critically, to weigh evidence, to debate, and to make reasoned arguments… Pupils are also taught about the diverse national, regional, religious and ethnic identities in the United Kingdom and the need for mutual respect and understanding. ' (DfE 2015; 8) Notable here is the shift from a political enframing in the first quote, to a social/civic enframing in the second. The move to locate both critical social enquiry and an understanding of diversity in Citizenship as a curriculum subject, rather than Religious Studies, is also a notable change from previous approaches. RS is not mentioned in either of the guidance documents. While the recognition that religion is not the primary vehicle either for extremist radicalisation (Roy 2017) nor for the definition of societal identity is a welcome one, the move towards a common, politically determined value-set as the locus of SMSC has very frequently been conflated with the more explicit security focus of the Prevent duty and its'
(mis)applications in school. A further concern relates to the un-naming of Islam and the Muslim community in much of the advice and guidance (Smith 2016) . Combined with the Trojan Horse context and the wider media narrative (Baker et al. 2013 ) this attempt at equivocation may be interpreted instead as a form of innuendo towards a 'suspect community' (Awan 2012) .
Drawing on this recent policy history, I have traced three transitions: from a racial to a religious enframing of minority communities; from a societal to a political focus for civic values education in schools; from a multicultural-pluralist approach to 'communities' to a whole-polity approach characterised under the rubric of 'British' values. In all of these transitions over the past decade, a more explicit link with the security apparatus of the political state may be observed. This is not to suggest that the security apparatus is itself complicit in co-opting schooling. Interviews with institutional elites involved in the implementation of the Prevent duty (Lundie forthcoming) suggest a depth of reflection and understanding about the importance of educational freedom and policing by consent on the part of many of those engaged in the process. A further transition which can be observed among these institutional elites is that from community/public sector to private consultancya snowball sample drawing on the social networks of key practitioners in education and policing in two cities to map the key influencers on schools identified 8 private/3 rd sector consultants, 5 local government/police employees and 2 teacher educators. Among the consultants which an increasingly networked quasi-independent public education sector (Ball & Junemann 2012) relied upon to develop their response to the Prevent duty, those drawn from a policing background had the potential to frame the policy in a radically different way to those drawn from a teaching background. The formation process of these networks itself owed much to institutional inertias from earlier community cohesion policy enframing which survived the neoliberal dismantling of the institutions whose former purpose had been to promote them (Lundie in development) . Further analysis of the formation and impact of these new cross-sectoral professions is ongoing. The threat posed by schools taking an unstructured approach to building their professional networks in response to rapid changes to educational policy is that these confusions, conflations and politicizations become entrenched in the professional culture of the ways schools think about questions of religion, social cohesion and safeguarding.
